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Abstract 
Preservice primary teachers may not implement the presiding mandatory art 
education syllabus if they are not confident to teach art.  Outcomes-based 
education may provide a basis for examining preservice primary teacher’s 
potential for teaching art.  Eighty-seven final-year preservice teachers were 
surveyed on their confidence for teaching primary art education.  The items on 
this survey were derived from outcomes in a presiding state art education 
syllabus.  Although results indicated these preservice teachers believed they 
were prepared to teach art education in primary schools, many believed they 
were less prepared for discussing artists and their work, and organising 
meetings to talk with artists.  The preparation of preservice teachers needs to be 
aligned with a presiding art syllabus, and the potential for preservice teachers 
to teach art within an education system may be measured using a survey with 
items associated with the syllabus outcomes.  Survey data can provide valuable 
information for further enhancing tertiary education coursework in art 
education.   
 
 
There appears to be a decline in support of art education in the United States (Ross 2005) 
and a call for mandating national standards for arts education (Meyer 2005). Although 
there is little or no research on whether teachers implement art education in Australian 
schools, with an overcrowded curriculum and strong accountability measures for English 
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and mathematics, many primary teachers may not implement the presiding mandatory art 
education syllabus.  Indeed, there is no systematic evidence to show what or how art is 
taught in Australian primary schools.  Even though art education appears undervalued 
(Duncum 2001) and there is considerable debate on direct links between art education 
and academic achievement (e.g., Lopez, Takiff, Kernan and Stone 2000; Eisner 2001; 
Winner and Cooper 2000) , it is supportive of other curriculum areas (Hudson and 
Hudson 2001) and can provide intuitive, creative, descriptive, and purposeful insights for 
communicating concepts (Arnstine 1990; Collins 1995; Efland 1995; Eisner 1991; Harste 
1994; Welch and Greene 1995).  However, much relies upon the primary teacher to 
ensure students receive quality art experiences.  Hence, the education of preservice 
teachers plays an important role in establishing more effective implementation of art 
education in primary schools.  Similar to the meaning of art being based on “socially 
relative learned expectations” (Hamblen 1984), the teaching of art will also require the 
development of art education values and beliefs.  
 
To have some consistency within an education system, a state syllabus aims to direct 
primary teachers’ values and beliefs on facilitating art experiences in line with current 
knowledge about teaching and learning in that subject area (e.g., Board of Studies 2000).  
Outcomes-based education provides a means for delivering quality art education in the 
primary school (e.g., New South Wales Department of Education and Training, 
Education Queensland).  Defining intended outcomes and employing best practices for 
achieving such outcomes allows for predicability, control and efficiency within a 
system’s requirements (Eisner 2001).  As a result, justifying art education has become 
clearer with the advent of an outcomes-based education system and provides a direction 
for preparing preservice primary teachers for teaching art.   
 
Obviously, the primary teacher is the most important figure for the delivery of art 
instruction in the school, which requires preservice primary teachers to experience a broad 
range of art education practices in order to be adequately prepared for teaching (Duncum 
1999).  Preservice teachers also need to be aware of a wide variety of effective teaching 
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strategies that “will help preservice teachers to examine their decisions about art education 
in conjunction with the values about subject matter knowledge and practical applications 
expressed in the field” (Grauer 1999).   
 
Although (Kowalchuk 2000) states, “the student teaching experience is often considered to 
be the final phase of art teachers’ preservice preparation,” professional experiences are 
generally an integration of all subjects at the primary school level.  Art educators who 
facilitate preservice teachers’ practices can aid in developing concepts about implementing 
effective art education in the primary school.  Most importantly, the role of the art educator 
is to inspire preservice teachers to teach art, to consider it art as a rewarding, life-long 
process, and to formulate concepts on effective art teaching (Kowalchuk 2000).  Tertiary 
education programs need to provide preservice primary teachers with art education courses 
that focus on “instructional strategies that connect to students’ interests and lives outside of 
the art classroom ”  (Kowalchuk 2000).  Importantly, key documents that relate to 
implementing art in primary schools must also be included in the preparation of preservice 
teachers.   
 
Self efficacy for teaching art 
Developing self-efficacy appears to be linked to beliefs, as these beliefs influence the 
teacher’s confidence to teach any particular subject matter (Bandura 1995). Self-efficacy 
appears to be linked to effective teaching practices.  Not surprisingly, (Bandura 1981) 
found that people’s beliefs in their own ability had an effect on their performance.  In a 
later study he states, “perceived self-efficacy refers to beliefs in one’s capabilities to 
organize and execute the courses of action required to produce given attainments” (1997, p. 
3).  People with low self-efficacy “shy away from tasks” (Bandura 1995) whereas those 
with strong beliefs “remain task-focused and think strategically in the face of difficulties” 
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(p. 39).  “Self-efficacy” is defined as “judgments of one’s capabilities to accomplish a 
certain level of performance” (Huinker and Madison 1997).  (Pontius 1998) defines self-
efficacy as “one’s belief in one’s abilities to perform a particular behavior” (p. 3).  In the 
context of this study on preservice teachers’ self-efficacy for teaching art, self-efficacy is 
the development of the preservice teachers’ confidence, skills and knowledge towards 
becoming an effective teacher of art.  Furthermore, self-efficacy beliefs may be assessed 
by asking individuals to indicate the level of confidence they believe they have for 
accomplishing a task in a certain situation (Pajares 1996).  
 
What preservice primary teachers believe about art and its value may affect whether it is 
taught or not (Bandura 1997; Efland 1995; Duncum 1999).  Just as positive experiences 
may instil self-efficacy (Bandura 1997), negative experiences may have individuals believe 
they are incapable or not confident in specific tasks (Cameron,Mills and Heinzen 1995), 
and this includes art education (Luehrman 2002).  Hence, this study aimed to examine 
preservice teachers’ potential for teaching art in primary schools at the conclusion of their 
four-year Bachelor of Education degree.  In particular, the NSW Creative Arts K-6 
Syllabus (Board of Studies 2000) was used to guide the construction of a survey instrument 
to assess preservice teachers’ confidence (and self-efficacy) for teaching art in NSW 
primary schools.   
 
Data collection and analysis  
A survey was administered to 87 final-year preservice teachers (representing 84% of the 
total cohort at one university) to examine their self-efficacy for teaching art in primary 
schools.  The art education component of the Creative Arts K-6 Syllabus (Board of Studies 
2000) provided the basis for constructing the survey, which was organised across four 
stages of development for primary students (i.e., early stage 1 [ES1], stage 1 [S1], stage 2 
[S2], and stage 3[S3]).  The 39 survey items had a five-part Likert scale, namely, “strongly 
disagree”, “disagree”, “uncertain”, “agree”, and “strongly agree”.  Scoring was accomplished 
 5
by assigning a score of one to items receiving a “strongly disagree” response, a score of 
two for “disagree” and so on through the five response categories.  Multiple indicators from 
the syllabus were used to reflect the stages of development.  These indicators formed items 
on the survey instrument, which were used to examine the preservice teachers’ self-
efficacy for teaching art in primary schools.  Descriptive statistics were derived using 
SPSS12.  Survey responses with missing or improbable values were deleted (Hittleman 
and Simon 2002).  Data were analysed with regard to frequencies of each survey item 
linked to associated stages, mean scores (M), and standard deviations (SD, see Hittleman 
and Simon 2002) to provide insight into preservice teachers’ self-efficacy to teach art 
within each of these stage levels (i.e., ES1, S1, S2, and S3).   
 
The Bachelor of Education art education curriculum that aimed to prepare these preservice 
teachers for teaching art in the primary school focused on the NSW Creative Arts K-6 
Syllabus (Board of Studies 2000), which was linked to each of the stage levels.  For 
example, at Stage 1 (S1), the preparation for these preservice teachers included lectures, 
tutorials and workshops that aimed to enhance their knowledge and skills for: Extending 
the students’ understanding of the concept of the artist; Discussing how artists make 
artworks for different reasons; Questioning students about what they do in their artmaking; 
Extending students’ opportunities with different media, tools and techniques; Using 
examples of artworks and discuss abstract representations; Providing opportunities to 
observe characteristics through art; Demonstrating different viewpoints in artworks; and, 
providing opportunities for students to talk and write about their artworks.  Most of these 
preservice teachers will end up teaching in the NSW education system, which requires 
them to follow the state Creative Arts K-6 Syllabus.  By examining preservice teachers’ 
self-efficacy for teaching art in primary schools may assist in determining their 
preparedness for implementing mandatory departmental documents.   
 
Results and discussion 
Surveys were distributed to 96 final-year preservice teachers at one Australian university.  
The 87 completed responses (68 female; 19 male) represented an 84% response rate for the 
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total cohort of final-year preservice teachers at this university.  Ninety-eight percent of 
these preservice teachers indicated that their three or more practicum experiences 
influenced their learning to teach art education and 82% indicated that other tertiary 
courses influenced their learning to teach art education.   
 
Most of these preservice teachers believed they were confident to teach art education at the 
early stage 1 level (Table 1).  Surprisingly, 100% of these final-year preservice teachers 
indicated they could provide opportunities for students to make artworks.  Ninety percent 
or more agreed or strongly agreed that they could discuss artworks and their properties, 
discuss the ways in which the world is represented in artworks, provide opportunities to 
explore different media, tools and techniques, demonstrate various visual effects, assist 
students to experiment with different effects and techniques, and provide opportunities for 
students to talk about different artworks (Table 1).  Eighty-nine percent claimed that they 
could discuss who an audience may be and where audiences view art, and 85% could 
discuss art and artists with their students.  Of concern were the 56% who indicated they 
could provide opportunities to meet and talk with artists.  However, if these preservice 
teachers considered possible employment locations, such as remote country areas, then 
opportunities to meet and talk with artists may prove to be difficult to organise.  Mandatory 
departmental documents need to more clearly reflect situations that may impede upon 
implementing such directives.  
 
Table 1 
Percentages, Mean Scores and Standard Deviations of Early Stage One on Primary Art 
Teaching (n=87) 
Teaching practice %* M SD 
1. Discuss art and artists 85 4.14 0.77
2. Provide opportunities to meet and talk with artists 56 3.59 0.77
3. Discuss artworks and their properties 94 4.29 0.61
4. Discuss the ways in which the world is represented in artworks 90 4.16 0.70
5. Provide opportunities for making artworks  100 4.56 0.50
6. Provide opportunities to explore different media, tools and 
techniques  
98 4.49 0.59
7. Demonstrate various visual effects  90 4.19 0.64
8. Assist students to experiment with different effects and techniques 92 4.18 0.56
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9. Discuss who an audience may be and consider where audiences 
view art 
89 4.17 0.65
10. Provide opportunities for students to talk about different artworks 98 4.42 0.58
* %=Percentage of final year preservice teachers who either “agreed” or “strongly agreed” 
they were confident in facilitating that specific teaching practice. 
 
Nearly all these preservice teachers (n=87) believed that they could provide opportunities 
for students to talk and write about their artworks (99%) with most indicating they could 
question students about what the students do in their artmaking (93%, Table 2).  Mean 
scores indicated agreement with the teaching practices associated with a stage one level, 
however, 24% could not agree or strongly agree that they could extend the students’ 
understanding of the concept of the artist.  Indeed, even teachers may have difficulty in 
conceptualising who or what is an artist (Jeffers 1998; Jeffers 1999).  In addition, more 
than 10% of these preservice teachers believed that they were uncertain or disagreed they 
could provide six of the eight practices listed in Table 2 (items 11, 12, 14-17).  These 
items deal more with providing hands-on art experiences or talking about art.  Even 
though percentages are high, there will be a significant number of preservice teachers 
who claim they are not confidently prepared for teaching these aspects of art education in 
the primary school at the S1 level.  
 
Table 2 
Percentages, Mean Scores and Standard Deviations of Stage One on Primary Art 
Teaching (n=87) 
Teaching practice %* M SD 
11. Extend the students’ understanding of the concept of the artist 76 4.00 0.70
12. Discuss how artists make artworks for different reasons 85 4.09 0.66
13. Question students about what they do in their artmaking 93 4.23 0.56
14. Extend students’ opportunities with different media, tools and 
techniques 
89 4.14 0.67
15. Use examples of artworks and discuss abstract representations 87 4.17 0.75
16. Provide opportunities to observe characteristics through art  89 4.18 0.66
17. Demonstrate different viewpoints in artworks 86 4.05 0.73
18. Provide opportunities for students to talk and write about their 
artworks 
99 4.44 0.52
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* %=Percentage of final year preservice teachers who either “agreed” or “strongly agreed” 
they were confident in facilitating that specific teaching practice. 
 
At the S2 level, over 90% of these preservice teachers agreed that they could provide 
opportunities for students to: view different kinds of artworks, make artworks about real 
experiences, explore different traditions and techniques in artmaking, and compare their 
interpretations of artworks with those of others (Table 3).  However, only 64% indicated 
that they could discuss how artistic intentions affect the choices artists make.  This item 
requires a deep understanding of an artist’s psyche and leaves much for teacher 
supposition.  Indeed, the literature is yet to clearly define who artists are.  On one hand, 
artists may be those who are publicly recognised, and on the other, teachers promote 
students as artists.  Hence, there can be confusion for implementing this item, as 
indicated by the relatively low percentage.  Furthermore, 62% indicated they could 
provide opportunities for students to meet and talk with artists about their art interests.  
Artists may not be readily available for teachers to access, and identifying local artists 
may also take considerable time and effort.  Five of the nine items associated with S2 had 
13% or more preservice teachers indicating they were unprepared for teaching art (items 
19-22, 24, Table 3).  Of interest was the 6% increase from ES1 to S2 for these preservice 
teachers to provide opportunities to meet and talk with artists.   
 
Table 3 
Percentages, Mean Scores and Standard Deviations of Stage Two on Primary Art 
Teaching (n=87) 
Teaching practice %* M SD 
19. Discuss how artistic intentions affect the choices artists make 64 3.74 0.80
20. Assist students to reflect on their own representational activity 
through questioning 
82 4.08 0.77
21. Facilitate discussion about reasons for making art 87 4.14 0.66
22. Provide opportunities for students to meet and talk with artists 
about their art interests 
62 3.70 0.72
23. Provide opportunities for students to view different kinds of 
artworks 
92 4.26 0.64
24. Discuss ways in which subject matter and concepts are 
emphasised in artworks 
87 4.01 0.66
25. Provide opportunities to explore different traditions and 
techniques in artmaking 
92 4.22 0.62
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26. Provide opportunities for students to make artworks about real 
experiences  
98 4.39 0.64
27. Compare their interpretations of artworks with those of others  93 4.30 0.59
* %=Percentage of final year preservice teachers who either “agreed” or “strongly agreed” 
they were confident in facilitating that specific teaching practice. 
 
Finally, preservice teachers’ confidence for teaching art at the S3 level indicated 
relatively low standard deviations (SD range: 0.54 to 0.78) with mean scores that may be 
considered in the upper ranges (M range: 3.87 to 4.41; Table 4).  This means that there 
was general agreement they were confident in teaching art.  Furthermore, 94% or more of 
these preservice teachers agreed or strongly agreed with half of the items in Table 4 
(items 30, 32-34, 38, 39).  However, more than 20% of these preservice teachers were 
either uncertain or disagreed they could: extend opportunities to investigate and use 
various media, techniques and tools; use a range of construction techniques using clay 
and other three dimensional material; and discuss how artworks may be ambiguous in 
their form, content and meaning (items 29, 31, and 35, respectively; Table 4).  These 
three items are subject specific, and as the generalist primary teacher is expected to teach 
across all key learning areas, some preservice teachers may feel they need more detailed 
knowledge of these areas.  This also implies that even though these preservice teachers 
(n=87) received the same tertiary curriculum for developing art teaching practices in the 
primary school, a considerable number indicated that they may not have the necessary 
self-efficacy for teaching art as prescribed by the state syllabus.  Students in primary 
schools will have teachers who do not provide quality art education in accordance with 
the system requirements (i.e., mandatory departmental documents).   
 
Table 4 
Percentages, Mean Scores and Standard Deviations of Stage Three on Primary Art 
Teaching (n=87) 
Teaching practice %* M SD
28. Provide opportunities to analyse and interpret subject matter 81 3.87 0.59
29. Extend opportunities to investigate and use various media, techniques 
and tools  
78 3.90 0.67
30. Extend opportunities to explore and discuss concepts and subject 
matter  
94 4.21 0.57
31. Use a range of construction techniques using clay and other three 
dimensional materials 
77 3.94 0.78
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32. Provide opportunities for students to critically reflect on their 
artmaking 
97 4.31 0.58
33. Provide opportunities to make artworks that involve working in groups 98 4.41 0.54
34. Discuss different ways of valuing students’ artworks and other 
artworks 
94 4.26 0.60
35. Discuss how artworks may be ambiguous in their form, content and 
meaning 
77 3.95 0.75
36. Discuss the contribution of artists, designers, craftspeople, architects in 
different times and places 
87 4.08 0.61
37. Present ways to undertake research about particular artists, their work, 
and artistic styles  
89 4.13 0.63
38. Arrange excursions for students, as audience members 97 4.36 0.59
39. Ensure students visit internet sites to investigate relationships between 
artists, the world, artworks and audiences, artworks and audiences 
95 4.34 0.61
* %=Percentage of final year preservice teachers who either “agreed” or “strongly agreed” 
they were confident in facilitating that specific teaching practice. 
 
 
Summary and conclusion 
This study examined preservice teachers’ self-efficacy for teaching primary art education 
after their final involvement in tertiary education and in readiness for the teaching 
profession.  Although it may be concluded that practicum experiences and tertiary art 
education curriculum studies can influence a preservice teachers’ confidence for teaching 
art, more preservice teachers need to embrace a critical pedagogy for art education 
(Yokley 1999).  Even though tertiary art education can focus strongly on critical 
pedagogy through syllabus requirements for teaching art, there will be preservice teachers 
unprepared for art teaching.  Indeed, attaining 100% for each item associated with each 
stage level of an art syllabus for every preservice teacher may prove to be an impossible 
task.  Reasons for this may include an underdeveloped art education course and/or 
preservice teacher application and aptitude.  Each preservice teacher who is inadequately 
educated for teaching primary art education may affect thousands of students throughout 
a teaching career.  Preservice primary teachers need to consider the positive effects art 
education can have on students’ learning (e.g., Lopez et al. 2000), and behaviour and 
attitudes (e.g., Swann-Hudkins 2002; Lopez et al. 2000).  The justification for teaching 
primary art education must be made clearer for preservice teachers, particularly the 
connections between art education and student development.   
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The presiding Creative Arts K-6 Syllabus (Board of Studies 2000) needs to be reviewed 
with consideration of the practicalities for implementation.  The specific teaching 
practices associated with each of the stages (i.e., ES1, S1, S2, & S3) within the syllabus 
lack clarity.  Most items linked to these stages do not present clearly the degree or quality 
of implementation.  For example, Item 1 on ES1 highlights the discussion of art and 
artists as a teaching practice but does not include the depth of discussion at this level.  
Indeed, to what degree would teachers need to “Discuss artworks and their properties” at 
an Early Stage One level?  Similarly, the last item in S3, “Ensure students visit internet 
sites to investigate relationships between artists, the world, artworks and audiences, 
artworks and audience,” does not articulate the teaching quality that may be associated 
with this teaching practice.  A teacher may have students visit internet sites but the 
quality of art education will vary from teacher to teacher if clear purposeful statements 
are not evident within the presiding syllabus.  Is it sufficient or adequate that a teacher 
“Provides opportunities for making artworks” by only having students create butterfly 
prints with different colours? The quality of art education will ultimately be in the hands 
of the classroom teacher.  One teacher will demonstrate various visual effects (Item 7, 
ES1) differently from another teacher; hence the quality assurance for art education needs 
to be more defined.   
 
The four stages (i.e., ES1, S1, S2, & S3) appear to have an ad hoc collection of teaching 
practices without consideration of clear sequencing of outcomes from level to level.  For 
example, providing students opportunities for making artworks is presented in ES1 (Item 
5), S2 (Item 26) and S3 (Items 31 & 33) but is not evident in S1.  Similarly, S1 students 
also miss out on being provided opportunities to explore/experiment with art techniques.  
Finally, primary teachers are required to demonstrate art techniques at the ES1 (Item 7) 
and S1 (Item 15) levels but are not required to do so at the S2 or S3 levels.  Surely, the 
demonstration of art techniques would be important at all levels (even at university level). 
 
The teaching practices outlined in the Creative Arts K-6 Syllabus (Board of Studies 2000) 
are not clearly delineated with some practices repeated within the same level.  For 
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example, Items 6 and 8 appear to be repetitive as it directs teachers to “provide 
opportunities to explore different media, tools and techniques” and then directs teachers 
to “assist students to experiment with different effects and techniques”.  The differences 
between “exploring” and “experimenting” are not clearly outlined, and both items state 
“techniques”.   
 
Tertiary institutions involved in facilitating art education courses for preservice teachers 
also need to take more responsibility for ensuring the quality of the teaching profession.  
Part of this responsibility is developing instruments to measure preservice teachers’ 
developments toward being effective teachers of primary art education.  A posttest survey 
may aid in identifying the preparedness of final-year preservice teachers for the education 
system.  A posttest survey may also identify issues for the development of future tertiary 
art education coursework.  Such a survey may indicate that these preservice teachers 
require more tertiary education for teaching S1 than the other learning stages or that 
specific teaching practices need to be enhanced across the stages (e.g., providing 
opportunities for discussing artworks with artists).  
 
Finally, art teaching expectations advocated by a presiding syllabus will require 
continuous revision as it aims to address societal and demographic changes.  Research on 
the implementation of an art syllabus needs to be ongoing in order for syllabus writers to 
make informed and justifiable decisions.  Tertiary education may also assist this process 
by researching preservice primary teachers’ values and beliefs about art education in 
relation to syllabus documents.  Such data may inform syllabus development and may 
also lead to the development of more effective tertiary education practices.   
 
 
References 
 
 
Arnstine, D. 1990. Art, aesthetics, and the pitfalls of discipline-based art education. 
Educational Theory, 40 (4): 415-422. 
 
 13
Bandura, A. 1981. Self referent thought: A development analysis of self-efficacy. In 
Social cognitive development frontiers and possible futures, eds. Flavell, J. H. and Ross, 
L., 200-239. Cambridge, MA: Cambridge University Press. 
 
Bandura, A. 1995. Self-efficacy in changing societies. Melbourne, Australia: Cambridge. 
 
Bandura, A. 1997. Self-efficacy: The exercise of control. New York: Freeman. 
 
Board of Studies. 2000. Creative arts k-6 syllabus. Sydney, NSW: NSW Board of Studies. 
 
Cameron, P. A., C. J. Mills and T. E. Heinzen. 1995. The social context and development 
patterns of crystallizing experiences among academically talented youth. Roeper Review, 
17 (3): 197-200. 
 
Collins, G. 1995. Art education as a negative example of gender-enriching curriculum. In 
Gender in/forms curriculum: From enrichment to transformation, eds. Gaskell, J. and 
Willinsky, J., 43-58. New York: Teachers College Press. 
 
Duncum, P. 1999. What elementary generalist teachers need to know to teach art well. 
Art Education, 52 (6): 33-37. 
 
Duncum, P. 2001. Visual culture: Developments, definitions, and directions for art 
education. Studies in Art Education, 42 (2): 101-112. 
 
Efland, A. D. 1995. Change in the conceptions of art teaching. In Context, content, and 
community in art education beyond postmodernism, ed. Neperud, R. NY: Teachers 
College Press. 
 
Eisner, E. W. 1991. What the arts taught me about education. In Reflections from the 
heart of educational inquiry: Understanding curriculum and teaching through the arts, 
eds. Willis, G. and Schubert, W. H., 34-48. Albany, NY: SUNY. 
 
Eisner, E. W. 2001. Should we create new aims for art education? Art Education, 54 (5): 
6-10. 
 
Grauer, K. 1999. The art of teaching art teachers. Australian Art Education, 22 (2): 19-24. 
 
Hamblen, K. A. 1984. Artistic perception as a function of learned expectations. Art 
Education, 37 (3): 20-30. 
 
Harste, J. C. 1994. Literacy as curricular conversations about knowledge, inquiry and 
morality. In Theoretical models and processes of reading, eds. Ruddell, R. B., Ruddell, 
M. R. and Singer, H., 1220-1242. Newark, DE: International Reading Association. 
 
Hittleman, D. R. and A. J. Simon. 2002. Interpreting educational research: An 
introduction for consumers of research. Upper Saddle River, NJ: Prentice-Hall. 
 14
 
Hudson, P. and S. Hudson. 2001. Linking visual arts with science and technology in the 
primary classroom. Investigating: Australian Primary and Junior Science Journal, 17 (4): 
26-29. 
 
Huinker, D. and S. K. Madison. 1997. Preparing efficacious elementary teachers in 
science and mathematics: The influence of methods courses. Journal of Science Teacher 
Education, 8 (2): 107-126. 
 
Jeffers, C. S. 1998. Constituting an artworld: Aesthetic preferences, views, and 
expectations of diverse students and teachers. Journal of multicultural and cross-cultural 
research in art education, 15. 
 
Jeffers, C. S. 1999. What happens when we ask, "what is art?" Art Education, 52 (1): 40-
44. 
 
Kowalchuk, E. A. 2000. In their own words: What student art teachers say they learn and 
need. Art Education, 53 (3): 18-23. 
 
Lopez, D., H. Takiff, T. Kernan and R. Stone. 2000. Why art education? Academic 
implications of art in elementary school. In American Educational Research Association, 
New Orleans, LA. 
 
Luehrman, M. 2002. Art experiences and attitude toward art education: A descriptive 
study of Missouri public school principals. Studies in Art Education, 43 (3): 197+. 
 
Meyer, L. 2005. The complete curriculum: Ensuring a place for the arts in America's 
Schools. Arts Education Policy Review, 106 (3): 35-40. 
 
Pajares, F. 1996. Self-efficacy beliefs in academic settings. Review of Educational 
Research, 66: 543-578. 
 
Pontius, R. 1998. Correlation analysis and comparison of two self-efficacy instruments. 
In National Association for Research in Science Teaching, San Diego, CA. 
 
Ross, J. 2005. Arts education and the newer public good. Arts Education Policy Review, 
106 (3): 3-7. 
 
Swann-Hudkins, B. 2002. The effect of an elementary fine arts program on students' 
attitudes and development. In ERIC Document reproduction no. ED475611. 
 
Welch, N. and A. Greene. 1995. Schools, communities and the arts: A research 
compendium. Tempe, AZ: Morrison Institute for Public Policy, Arizona State University. 
 
 15
Winner, E. and M. Cooper. 2000. Mute those claims: No evidence (yet) for a causal link 
between arts study and academic achievement. The Journal of Aesthetic Education, 34 
(3-4): 11-76. 
 
Yokley, S. H. 1999. Embracing a critical pedagogy in art education. Art Education, 52 (5): 
18-24. 
 
 
